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The FPirat Year Teacher Study

Introduction

Folk knowledge and professional literature tell us that
the first year of teaching 1s difficult. Advice such as,
"Don't smile until Christmas,"” and "Show them who's boss on
the first day" are commonly paaseg on to first year teachers
(FYT) by their experienced peers in the faculty lounge.

Popular novels such as Up the Down Staircase (Kaufman, 196U)

snd To Sir, With Love (Braithwaite, 1960), portray vividly

the mental agonies of characters in their first teaching posi-
tions. Current movies and television programs pit the young
idealist agalinst the reality of schools and chlldren.

What 1s the folk knowledge about beginning teachers? It
18 that teachers enter tiie classroom with sinceve, but inflated
estimations of the goodness of children, pupils' natural desire
to learn, and the dedication of teachers and administrators
tc helping children learn. Because they like children, new
teachers feel that they will never acquire the attitudes of
the other teachers. They will teach so well that students will
love them and learn the subjact matter. Upon having to deal
wish students, continues the folk knowledge, beginning teachers
discover that the day-to-day classroom situation thwarts their
efforts to enact thelr ldeals. Experiencing the pain of
fatiure, teachers either quit, or adopt the attitudes and
behavior of thelr fellow teachers.

-1- 4
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A preliminary review of professional literature lends
some support to the folk knowledge about first year teachers,
although the literature is nelther systematic nor in depth.
The literature falls into four broad categories. A large,
but not very 1lluminating category consists of the advice
columns which appear every September in many teachers' periodl-
cals. Advice from a selection of articles includes such
opposites as suggesating that the neophyte get help as soon
as s/he is stumped (Anderson, 1959), and admonishing that
the beginner must aol&e problems him/herself (Coard, 1975).
No one plece of advice ls offered consistently in all columns.
One common assumption, however, 1s that the first year will
be dirficult.

A second category encompasses egsays by thoughtful pro-
fessionals. The reflections are based on persoral experience
a3 or with firat yaar seachers. Such reflections address
the beginning teachers' surprises and shocks, and thelr
afforts 50 conciliate thelir preconceptions with reality.
Weight (1959), Jersild (1966), and Ryan (1974) are but three
who have authored such articles,

Third are the quantitative studies on the first year
of teaching. These gather information from teachers about
a linmiced number of carefully defined variables, through
questionnalres, structured interviews or classroom observa-
tions. Most involve a single collection of data, although
teachers may also be asked o recall their feelings from

garilier in the year,
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The fourth category of professional literature aims at
understanding the beginning teacher's experience from his/her

own account of the year. Don't Smile Until Christmas (Ryan,

1970) has narratives of six teachers, followed by a reflective

interpretive essay by Ryan, a teacher educator. Eddy's

Becoming a Teacher: The Passage to Professional Status (1969)

aad Fuehs' Teachers Talk: Views from Inside City Schools

{1969) are studies based on controlled self-reports of first
year teachers. These narrative are revealing of the pro-
cesses of teachers' inner change.

Professional knowledge about first year teachers ls
scant. The Ann Landers's are limited by their own changing
memories of one~time experiences. Reflective essays claim
no data base. Quantitative studies are usually limited by
their small number of variables, their preconceptions about
what the significant variables are, and by thelr once-only
apprcach., The reflective interpretations of teachers' self-
reports come closest %o revealing the totality of the first
year teacher's experience; these are limited because the
scholarly reflections are based oniy on teachers' self-

reports.

)2 4
Purpose and Questions

The purpose of this investigatlon 1s to desceribe the
1ife-space of the first year teacher (F¥T). A study has been
designed which has two main foci: "Firast Year Teachers'
Chinging Perceptions" and "First Year Teachers' Relatlonships

6




with Otheras: One Dimension." The major questions of the

study were:

(1)

(2)

(3)

(4)

(5)

(6)

What are the FYT's perceptions of himself as that
self 1s related to teaching? Do these perceptions
change over the year?

What are the FYT's perceptions of his or her role
as a teacher? Do these perceptions change over
the year?

What are the FYT's expectations for his or her
teaching job? Do these expectations change over
the year?

What events does the FYT percelve as successes and
failures? What happens in the classroom and in non-
classroom school activities to contribute to these
perceptions of success and fallure? Do these per-
ceptions change over the year?

What are the FYT's perceptions and feelings about:
(a) administrators, (b) students, (c) teacher
educators, (d) peers, (e) parents?

What 1s the nathre of the relationships between
the FYT and those in the school environment through-
out the first year of teaching specifically with
respect to: (a) administrators, (b) students,

(¢) teacher educators, (d) peers, (e) parents?
Among the persons with whom the FYT has relation-
shipé, who has the greatest impact on his or her

feelings, perceptions and beheaviors?

7
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(7) What evidence 1is thore that the FYT's perceptions,
feelings and behaviors are affected by persons or

ideas outside the immediate school environment?
Mathodology

With the view that most of the extant studies of first
year teachers are limited by time span, view point, and
lack of depth, the present stidy sought to overcome these
limitations.
There 1s, in the professional literature on education
research methodology, a call for the field study approach,
and some examples of it., Urie Bronfenbrenner (1976), in
advocating research in the ecology of education, proposes:
(1) That distortions of the real-life situation be
kept at a minimum; that the ecological integrity
of the setting be preserved. (page 22)

(2) That each participant's definition of the situation
be assessed--how he or she percelves the setting
and its various elements. (page 26)

In a similar vein to Bronfenbfenner's concern with the
ecology is Lutz and Ramsey's advocating of anthropological
£1eld methods in education (1974). They also emphasize the
need to study the complete system as 1t exists in reality.
Hypotheses must be generated from a study of actual pheno-
mena, not from correlations of small numbers of variables.

Smith and Geoffrey (1968) set an example of a fleld

study in a classroom, terming their approach "microethnography."

g
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They created an "inside-outside" phenonmenon with Geoffrey,
the teacher, as a partielipating observer, and Smith asg a
non-particlpating observer. With‘this methodology they hoped
to bridge the gap between the "evils" of '"good data about
insignificant issues" and "abstract proverbs and maxims" which
have characterlzed thought about education (page 20). They
saw theirs as a hypotheslis-generating study.

The research reported here 1s part of a larger fleld
study, in which seven researchers observed and interviewed 18
teachers throughout their first four months of teaching.

Sample. The sample was obtaine& as follows. From llsts

of FYTs contributed by cooperating school systems representing

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,

urban, suburban, and rural areaa, names were Selected to
represent a cross-section of grade level taught, subject
taught, type of school, and sex of teacher. These people
were invited, via telephone, to participate in the study.
If a teacher declined, another was selected with the view of
maintaining the diversity of the sample. Thirty~slx teachers
were contacted in order to obtain the final sample.

The final sanple consisted of 18 teachers: 12 women and
6 men. In age, the teachers ranged from 22 to U5 years, but
most fell into the 23-25 age group. Six taught in the ele~-
mentary grades (K-5), 6 in the middle grades (6-9), and 6 at
the senior high level (10~12). Fifteen of the 18 were
regular classroom teachers, teaching such subjects as mathe-
matics, physical education, and foreign languages, or such
grades as kindergarten, fourth grade, and a fourth-fifth com-

binatior.. Three of the 18 were %Eecial classroom teachers

"""""""""" A R A R R R Y



in earaer conters or EMR programs.

The 18 teachers taught in 16 different schools, represgent~
ing 6 school systems. Three schools were in rural settlngs,
12 in suburban settings, and 2 in urban settings. Three
teachers were in parochial schools, one in a private school,
and 14 in public schools.

Seventeen of the 18 teachers had received baccalaureate
degrees from 11 different colleges. Sixteen of the 18 had
participated in teacher preparation programs from 9 different
institutions; 2 %ere, at that time, enrolled in training pro-~
grame,

Interview procedure. Each of the 18 FYTs was aséigned

to one of the seven researchers. Teachers were formaily
interviewed at length during the month before school began,
and three or four weeks later, and between November 15 and
December 15.
The questions for the pre-school interview emerged from
four sources:
(1) interviews of several teachers who had just com=-
pleted their first year,
(2) a cursory examination of folk knowledge and profes~
sional literature, |
(3) researchers' introspection of their own first year
experietice, and
(4) the research gquestions.
Questicns for the second interview had an additional source--

information from six classroom observations and several per-

Q 10




8
sonol contocts with each teacher, The second and subsequent
interviews could now probe areas which teachers were relating
as important. As the months progressed, some of the original
interview questions were dropped or altered, and others
added, as priorities emerged from the teachers themselves.

Observation procedures. The teachers were ohserved for

one hour twice a week during the first four weeks, and two

to four times per month thereafter; many parts of thelr
school day were observed. They were contacted often by phone.
Periodically they were asked to respond to particular instru-
ments.

Investigators. The team of seven researchers consisted

of six advanced doctoral students and one professor, all of
whom had taught in eilther elementary or secondary schools.
During the period of the study they were all working in

the area of teacher education. '

Despite agreement about the basic aims and methodology
of the study, there were differences among the researchers.
They had not been trained for reliability in observation and
interviewing. Several differences were recognized and dealt
with:

(1) Each had a notion of the first year of teaching
based on his/her own experience. To make these
notions as explicit as posslble, researchers
wrote and shared reflective narrative accocunts of

their first year of teaching.

11



(2)

(3)

9
Each rescarcher had a set of Judgments about the
nature of teaching and what constituted good teaoch-
ing. It was probable that these notions would
influence the data selectad to be recorded
about first year teachers. To make these judgments
explicit, researchers recorded periodically thelr
personal evaluations of each teacher,
Each researcher had his individual maniier of
interacting with other people. Further, each
had a somewhat different view of how much he should
intervene in the profesasional lives of the first
year teachers. One researcher answered the
teacher's questions and occasionally gave advice
when needed, while another deliberately avolded
reacting overtly to what the teacher told him.
In an attempt to understand the possible effects
which researchers may have had on what teachers
thought and did, teachers were asked periodically
to write about the relationship between themselves
and the researchers; thelr writing would not be

read by the researcners until the end of the study.



s i o o
R
E 3 ¥ &
]
kw
- - S
é $ ; a
é
..,?
:m
i
.,
il
et ’
; : g g
.
‘m
g
."Q
t

!
J




10

Problem Arsa

In & geareh for answers 0 "What is the experience of
the first year teacher?" the fleld of perdertion- secems
vitally important. Folk knowledge and researth suggest that
tre PYT's perceptions of self and role undergo challenge
and echange as the year progresses. This challenge and
change 18 illussrated in zhe large proportion of literature
about FYTs that 1s written by FYTs themgelves.

As resespohers geek %o uynderstand that fipset yespr, the
reagrers ERemselves miust be the primary souree of information
about The meaning of expaerienced events; & teacher's percep~
tions revesl the partieular reality of the year for him/her.
Further, seachera' actions are born of thelr views of them=
selves, ozhers, and theipr roles; hence any aetions, cbserved
by researcners or reported by teachers, canndt be explained
withour understanding the teachers' inside views. What lis
the kaleldesespe of Joys ard sorrows, struggles and achleve=

ponts, houghts and feelings abouz sell and teadhing?

grdtansa

The spegific research gquestions, then, are as follows:
(1) Wnar are the Pirst year teacher's percepiions of
nim/nerself as that sel? (& pelated %o %teaehineg?

Do shese peraeptions change aver the year?

14



{2) W¥haz are the firast year teadher's perceptions of
hiz/her role as a teacher? Do these perceptlions
change over the year?

{3} What are the firat year teacher's expectations
for his/her teaohing Job? Do these expectations
change over the year”?

(4) What events does = : I Jear teacher perceive
as guececesses and fai-..2s? What happens in the
elassroom and in non=-classroom gchool activities
to contribute to these perceptione of successes
and Pzillures? Do these perceptions change over
the yeapr?

Perception is defined as consisting of (1) description;

ehapacterization (of self, role...), and (?) feelinge about,
emosional reaponse to the deseriptlion and characterization

(6f self, role...).

Nethed of Analyails

Pata were gathered during three structured, tape~-
regorded inserviews: the rirgé, prior to the beglinning of
sehooly the seeond, thrae to four weeks latar; and the
third, between November 15 and Desembepr 15. Additional dala
wers obtalred during classroom chaarvarions, unatrugsured
inrervisws 3nd t2lephone convarsations. Responses to each
questian of the three stiructured latervieus wers transeribed
ants Ledltywidual eards whicn were Shen grouped Into cateporles
pased on the saven majlor research gueations, Addirional

1




eztegories were formed when exlssing categeries were not
applicable. When LIt bacame apparent that responses were
gimilar or overlspping, categoriss wers combined., Thirty-
three categorles were thus formed. These 33 categories were
viien organized arcund two majer dimensions: first, those
pertalaing to FYTs' perceptions of themselves, events, and
conditions in thelr 14f-.sr- , seoond, those pertaining to
Fiis*' pereeptions ©o. ..:=rs in thelr life-space. The follow-
ing 21 categories comprise the dsecond dimenslen:
(a) advantages and disadvantages of reaching and the
imporrancs of teaching to the FYT
(b)) careepr exssetations
{¢) fears, worrles, concerns
(d) expeezazione and opintons of selfl as a per=an
(e) expeesatbiyzy and opinlens of self as a tew oy
() expeetatilsry and opinlons of what Ghe FYT .op«
deives ALILANTS expect
(g) expeonations and opinions of student resporses
to fasztors of school life
(h) expeozatlsns about non=instructional actiwviries
(L) expectatinns of good diselpline and opinlena of
presert dizadpline
(2) expracations of saslsfactory day
(k) exprezashess snd opilnions of taacking
{1} expsezatt-g of pepasived sarlslactlian:
{=) ewvaluastlics of sell az teazeher

)4
{n) Pagilisnler, teaching maverials, and condivlions

{6
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{2) neceasary teacher knowledge

{p) opinicns of Teacher training progran

(q) opinicns of aubJeoct matter and grade level taughs

(r) worat day

(s) surprisss

(t) typieal day

(u) advice to FY¥Ts from FYTs

Structured intepview res.unse cards comprising each of
the above categories were examined and summarized in order

to assess the porential richnese and meaning of each category.

deseriptive power, ans +hoss vith linited data were disesarded,
The following seven %o og wure selested as particularly
romising!
{a) teacher satisf: uiwng from their teachiny and/er
gehool 1ife
(- diseipiine, fears., Wworries, fpugtraticne, fallures,
and precbier
{e) pereeptions o del” and/ovn selfl as teaghsr
{d} surprises
{e) ocareer plan;
(f) eopintens ef teauhep $PAlning
{g) how FYTa mezaure iledr progress
Arecdata) recyrds, infrrms. intepviews, eonvsrsations, and

niagspoon 2p3sPY¥aRicR cotx wWepré then compinsd whih the 8irugs=

3

rursd interview &

»
-

g foe U0 Ml anslysliz and summary
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Resulea

Surprises: Pecozniticn of the unexpected. Perlflodically,

FYTs were asked what had surprised them, what they had dis~
covered in their teaching experience which they had not
anticipated. Thelr answers weré¢ as varled as the teachers
and their school settings. First year teachers' surprises
can be sald to fall into three categories: (1) underlying
asa;mptions in the sehool culture, (2) new self=-perceptions,
and (3) whut is entailed in the teaching Job.

AS neweemers %o a particular school, FYTs know more or
less about tzne attitudes of the ataff, students, and community.
Seventeen :eachers hedsme aware «f these overt and taeil
assumptions gradually or abruptly. Six were surprised to
find their colleagues aot unprofessionally; oné who beégan
her teaching with a astrong respect for her superliors, was
ama=ed to nheayr teachers in zhe lounge laughing at the
principal day after day. Another was surprised one morning
when, arriving 2 half hour later than usual, she fount many
teachers signing in with her just seconds before the tell.

Although some FYTs think they know in advance She sian-
dards and valuas of the community, at least four wers in for
surprizes., One was surprised by the lack of parent aocngern)
another, bty the posizive contributions of parents. One
intendad to %ake a fteld tpip on a Wednesday evening, only

o te zold unsauivecally tnat Wednesday wauld de inpossiblex=

-

 fa churarn alzht ta that comhupity. Jeven teachsrs
LS
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confronted unanticipated student attitudesz--no respect for
authorisy, no valuing of goecd grades.

fesides belng surprised by the different assumptions of
other people, seven FYTs made unexpected discoveries about
themselves during the first monshs. Some were unhappily
surprised to discover their inability to control thedir
classes. One, who terms himself “a nice guy," found out
that students perceived him as having a temper. One was sur-
prised that his unexpressed anger in class was evident to the
obaerving researcher. One teacher kad never thought thar she
would find herzelfl wishing sae had some other type of len.

A thirs aatsgeory of surprises cacurred to eleven teachers
as they trl | to carry out thalr teaching Jobs. The students
Weps smarter, or slower, than they had expected, or they
behaved better o vorse than anticipated. There was an
astounding anoun: of time and eanergy nesded for preparing
lesson plans. doisnpg paper werk, establishing routines, or
maintaining <iseipline.

In all, the teachers mentionsd a great many unexpected
digeaveries whiah necessitated more work and changes in
approach, or rasulied in unwelcoms reslizations about the
sohool envircament., Their unhappy surprlses (39) far cus=
numbered their happy onea {13).

Surpris=s abor: studen:s (17) were reported msre than
rhogs apout -ezahara (3), adminiatrasars(2), the conmunity
{4y, or the ‘ab (5).



Many more surprising realizations came about graﬁunlly
(35) than as results of single incidents (13).

The first year teachers discovered segments of reallty
not congruent with their pre-teaching expectations. MosS
of the unanticipated discoveries were emotionally deflated.
Teachers were surprised at themselves and at how 1li.a:
wére the new people with whom they came in contact. In
addition 20 having to readjust thelr expectations of self and
others, they found themselves having to alter asme of th@i:
teacher efforts a8 well. One o7 thege changes, relatlonships
wi<h studants, 11 discuszed below.

Sazisfactions. In the pre-school interview, the FYTs

ware agxed what zhey considered t> be the gdvantases of
reaching, and what they expecte¢d 1o find savisfying. Ia
dubsequent inzerviaws, Seachers related what they felt
nad been their most satisfying points so far, and whas they
found advantageou: about teaching.

Sevaral satislactions wers mentioned repeatedly. With=

owt first considering when or by whom these satisfactions

wers reported, it Ls interesting ta note that, among the
gotal 229 szilafasticms reporsed, those mentionad moat ofen
ware !

(a) Bsing with students (ueationed 25 times)

(b) Seeing atucenzis learn {22)

{(2) Feelins par«onally sucaeeasful (193)

{(d) Seealng Buudents bshave: having claas flew amcothly

&

(L3

b

L)

Y
Gon 4
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(e) Seeing students enthusiaatic (18)

() Giving of cneself to help students learn (11)

No other satisfactions were reported more than 5 time:.

"Being with students" was mentisn | in the pre=-sc: .
‘ntérview more often than any other antleipatec satisfactlon;
half (nine) of the FYTs enthusiastically lookirs ferward
to cantact with children and young neople. By November even
more teachers (12) had reported "being with studenta" as a
Ba:isfactlon to then.

In August, 4 teachers mentioned the expectation of
deviving satiafaction from "feeling personally successful"
a- teaching. In September there was a sharp inereanse in
tie report (9 teachers) of being pleased with one's own
professicnal performance.

The satisfaction "gseeing students Yenave; having class
flew smoothly" kas two faces. 1In the Auguat interview, 7
teanhers sald they would feel good “"when things go well"™ or
"whan things work out"=--the anticipated satisfaction would
coma from posivive events., After three weeks of teaching,
sacisfaction in this area was suddenly not the positive,
but ragher the absance of the negative; 7 other teachers
folt good "when I didn't have the football players Seventlh
Pericd® or "when a real unruly kid wsg good." By Novamber
tasahers (5) onece agaln terded 5o express thls satiglacticn
in & positive manner,

Peve neachers initlaliy aale Lish Sthay expested to feel
pergonally rewarded by giving of themselves to halp students

21
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learn. In September, howev~r. only one teach: reported
this satisfaction. By . .7 *hough, 5 te . . salc
they had actually experienced the rewards of making extra
efforts to help children learn.

Twe gources of satisfactions were not foreseen by these
FYTs: relationships with fellow teachers and with parents.
Neither was mentioned in the August interview., By September
3 teachers began to find satiasfactions from knowing their
edlleagues, and by November 4, others had. In November
2 veachers reported satisfactions from experiences with
parents.

When the pattersa of satisfaetions for eaech teacher was
analyzed, it became evident that the majority of FYTs showed
moré change than stability from their anticipated satisfac~
tions to their actual satisfactions. However, no charac-
toristic passern of change emerged, other than the increase,
in all cases, of the number of satisfactions named from the

irat to the latter interviexs. While mentions of antlel-
pated satisfactions totaled €6 in August, reports ol azctual
gatiafaations %otaled 10§ in lNovenmber.

Thage firat year teachers entered thelr lasaroony
expeating to derive sstisfaction from belng with the rrudents,
but in the first three waeks scmething happened., They an-
countered enough problems so as to feel happr when no
problama gesurrad; they did not have time fo zive studente
all the help they hag thought they could., Juat neing ahle

to cape wizh the altua%ien gave them a aenge ol aatlafastlon,

7
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howevar., By November they were wall enough established to
feel more enjoyment froa the students, and the faculty as
well. Thay'hnd time to help students, and feel good about
it, and they were inclined to view students as behaving well,
rather than not bahavins badly. Furcther, they were finding
that more satisfactions were avallable to them from teaching
than ther ever would have anticipated,

Treuble=-sets. For moat teachers, the firat year is 2
time of problems, frustratlons and worrles., Whille it 1s
possible to speak in genaral about such categories as "dis-
sipline problems of FYTa" or "FYTs' concerns about adminis-
trators,”" much insight 1s gained from considering each FYT's
"tpouble~seat." A trouble~gset can be thought of as a group
of problems, unique to each FYT, resulting from a mix of
personalities, contexts, expectations and values.

For axample, one FYT percelved that she had dirficule
disciplinra problems. Her problems were aggravated oy her
worry that the principal would find out that she was having
problems, and bty her bellefl that she could not turn to anyone
for help because "teachers must solve their own problems.”
Another 7YT took quite some time vo admit to himselfl that
he waa nct evoking f{rom the students the Kinds of behavior
he fel: necessary for learning to ocour in his clasaroom.
Once he reached thia realization, he went direcstly to the
prinasipal for help and adviea, besause the prinaipal hel

ane tine cffered to halp wherever he coulid.

W
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Problems, worries, and frustrations of FYTs emarged
from three sources: self, other people, and what might
be termed procedural matters. The importance of each of
these sources varied, but each was involved in the life
space of every new teacher,

Firat, reports of FYTs indicated that the self was a
major source of concern. The FYT may worry about his/her
own competence in teaching a particular subject, in managing
a claasroom, in confronting discipline problems, in evaluating
student progress, and so on. Sometimes the FYT was frus-
trated by things which he himaelf did: dinconaistent handling
of classroom discipline incidents, 1inabllity to make and
uphold decisions, and the inability to separate the pro-
fessional from the personal 1life. The FYT might have had a
problem finding time to maintain a satisfying soclal life.
S/he might have suffered from a lack of sleep, from night-
mares, or from a variety of 1lls that were otherwise unexpected.
In all of these instances, the trouble-sets of the FYT were,
in part, founded in the selfl.

The second: element of the FYTa' trouble-gets came f{rom
the presence or actions of other people in the life-space.
Some PYT: worried adout what others, including atudencs,
thought of him/her. Some were frustrated by a colleague's
behavior toward him/her, or a parent's seeming lack of con~
gsern about a child., Some had troubls acaepting the commants

* ghe principal, or problems dealing with disruptive atudent
activity. Parents, principala, fellew teachers, cQunaelora,
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ataff and students--all came in contact with the FYT in a
variety of ways. Nearly always, however, the FYT was the
person newer to the setting. Often, accidentally or unaware,
these people added to the trouble-set of the initiate.

The third element of the trouble-sets ol some teachers
was procedural matters., Procedural matters must function
smoothly if 1life in the classroom is to be productive and
satiafying., An FYT misht.have had difficulty running the
ditto machine, or in knowing the procedures to follow to
reserve a £ilm projector. Some FYTs were overwhelmed with
papcrwork either from the administration or from student
assignmenta. Some had many preparations to make, and did
not know how to organize and use school time efficlently.
Some were confused by the size, number, organization, or
goals of the presecribed curriculum guides, These matters of
procedure added significantly to the trouble-sets of FYTs.

Students and the new teachers' perceptions of self.

A part of the study was to explore with the FYTs their con-
capts of themselves as teacher. During the first interview,
prior to the beginning of school, 1l of 18 indicated that
they expected to have positive interpersonal relaticnahips
with students and there was little or no indication ol worry
about theae relationships, Relatlonships with students
inolude a range of personal, inatructional and managerial
interactions, Two other FYTs, while no% asating that they
axpected positive relationchipa, indicated no particular

apprehenalon 4n this area, Finally, 2 FYTa did staze theln
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concern about thelr managerial role, particularly maintaining
classroom control.

In interviews held three or four weeks later, 12 of the
18 FYTs indicated that their relationships with the students
were of some concern. This early emergence of concerns
about atudent relationships would seem to complement oﬁr
finding that all leachers reporting satisfactions in the
managerial realm expreased those satisfactions as the absence
of undesirable student behavior.

During the third interview, 14 of 18 FITs indicated that
they were changing thelr behavior in response to what they
perceived as inappropriate atudent bahavior. The direction
of this change was consistent: more controlled and control-
liné relationships with students. Each of these 14 FYTs
perceived him/herself as having some form of interpersonal
problem with students, varying from loss of patience to
extreme inability to mainzain satisfactory standards of con-
duct in claas. Four of thess L4 had what they percelved to
be very severe problems, Another 4 FYTs balieve they had
what could be categorized as definite problems, and the
other § had mild problems with children or dissatisfaction
wizh thelr response te "misbehaving students.” Only 4
beliave that they had no interpersonal or managerial problems
with studenta, None of these U teachera was In kindergarten
or the firat ~'x elementary grades. Three of the 4 veachers
felt they could "loosen up" zlightly after thelr more formal

relations with students during the early montha. Two of
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these teachers who aonsidersd "leoosening up" were the only
oHed to expresn during the first interview l'eal aondern
about losing control of their students.

The analysis of these interviews suggests a trend among
FiITs toward greater recognition of the complexity of their
interpersonal or managerial relationships with students
during the early months of teaching., Again, this recogni-
tion of complexity wvaries from thuse who must now accommo-
date their feelings of irritation and their overt actions
(e.., yelling at students) to their initial views of the
relationships with atudents to those FYTs who experienced
major problems and who saw themselves as having no semblance
of control of their classes. There 18 also the tentative
suggestion that those who were worried about these relation-
ahilps prior to their beginning as teachers are less 1likely
t0 percalive themaselvea as having difficulty later on.
Finally, theae data suggest that those who have severe
problems after the initial months are individuals whe,
perhaps unrealistically, antieipated no prolems in the
interpersonal or managerial relationships with students.

Attitudes about teacher preparation. Since there 13 a
close temporal relationship between the FYTs' professional
reparation and the onzet of professional responsibilicies,
they were gquestioned regarding thelp attitudes abeut their
teacher preparaszion programs, The first year teachers heald
thelr respective teacher preparation programs in overall

positive regard. Only one FYT of 17 fel: that the teacher
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sducation program vas of little or no value, 3Jixtaen of 17
felt that eithey their programs wWere excellent, or that they
had good and bad points but were adequate overall,

When the interviey data on attitudes about teacher
preparation progfamy Were examined over time, it was found
that expressed attitudes either remalned stable, or changed
in a positive dilPection., None of the FYTa' attitudes about
teacher education programs changed in a negative direction.
As the school ye2ap progreased, they held their professional
preparation in an ihdreasingly positive light.

Nine of 17 FYTs in the present lnvestigation expregsed
the point of vieW £hat teacher educatlion programs, at very
best, could not Qosbletely prepare a prospective teacher
for the real world of teaching. These teachers made state=-
ments such as "I was prepared as well as I ever could be,
but 30 much more (4 needed that can't de put into a book or
courde; it's Jusl veing out there and doing." They expressed
the bellef that the eflfective seospe Of teacher training pro-
grans falls short o preparing teachars fopr tha realitias
of ¢lassrcom 119, Thegz 9 FYTs were not eritical of this
short-toming in thelr preparation, dbut rather supported the
notion that "thele are sonme things they Juat can't teach
you. .« . No enf c¢Ah prepare you for this."

No apparen? p2lationship was found between attitudes
about teacher edlcAtion programs and problens encountered

during the firs? haAlf of the school year. In sewveral cases,
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even though the FYT3 knew they wore having serious problems in
their teaching, they did not see it as a fault of their pro-
fessional preparation,

These FYTs' positive attitudes toward professional prepara-
tion suggest a shift from what seemed to be the cynical criti-
cism of teacher oducation in the Sixties. Ominous, however,
i3 the strong feeling that the present system of teacher pre-
paration is simply not adequate to the task of preparing
teachers for the situations and tasks encountered during the
first year.

Career Plans. Upon beginning their teaching careers, FYTs

remained somewhat noncommital regarding their career plans,
Nine of 15 FYTs projected only two to three years ahead to see
themselves still in the classroom; six saw themselves in class-
rooa teaching § years or more. Nine of the FYTs expressed the
possibility of moving to another fleld that might or might not
be related to teaching.

Two of the FYTs in this study resigned their positions
before Thanksgiving of this first year, 1In both cases there
were ''reasons' not relited to teaching that were identified
by the FYTs for their decisions. In the judgment of the
researchers, problems and frustrations experienced by these
two FYTs influenced their courses of actior. In both cases

it was an abrupt end to a once-hopeful career plan.
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Conégyalon

What emerges vl these interviews »of bezinnins rezchers

i3 2 strong sense ~X tlhe uniquerss= 35 aich teiucher’'s ezpeari-

ence . lleverthelox~- -z tain patterns =r-d dominant thenes tiave
gonme Lo the sur’s. i+ a group, the—r appear to be »~oring
a4 New oareer witiu : “vy tentative prufessiconal comm:  .ons,

Although they have ber=1 through sixteen years of schuoling,
including teacher tx=:ining, the maje:-ity are rather « ~«kly and
unexpectedly confront=d with a 7rariesy of issues and frusirat-
ing conditions. One zpecific surprise is the quality of their
relationships with some students and what is for many an in-
ability to maintaln appropriate standards of behavior in the
classroom. Nevertheless, as a zroup these new teachers gain a
great deal of satisfaction from their contacts with students.
In their initial interviews they reveal themselves to be ex-~
tremely atudent-oriented, and in spite of difflcultles in
developing with students an apprepriate relationship, students,
nevertheless, remain a great source of satisfaction. Finally,
these new teachers enter the profession with, and continue to
have, positive feelings toward thelr teacher training experi-

ences.
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Firat veny Teaechers' Relationships with Otherc
Gne_Dimendion

Statement of the Problem

The purpose of this portion ofthns Firat Year Teac: =r Pro=-
Ject Interim Roport 18 to explore the first year teachay :
perceptiona of hias/her relationships with others and to <:=eribe
those relationships which provice support and/or nonsupr~:t
to the first year teacher's view of self as teacher. Twr teras
are central to Chg dlacugasion of the relationship of fi-:t year

teachers to others. A relationship has been viewed to include

interactions that have affect for the first year teacher aither
positively or negatively. The time dimension to this concept
13 of relative importance to the individuals. A relationship
is said to exist or be describable if a verbal or nonverbal
exchange 1s reported to have taken place between the first year
teacher and an "other." An "other'" was originally concelved
to be an individual in a particular job-related role (adminis-
trator, student, teacher educator, fellow teacher, or parent)
who mighz have contact with a new teacher during the year.
As the siudy progressed, our definition was altered somewhat
to include any pernon about whom the first year teacher has
talked.

A number of studles have been conducted which focused ugon
the relationship between others and the first year teacher.
Most of these ‘investigations have been role-oriented; they havs

looked at the !ob=rcle i.e. principal, experienced teacher,
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eugtodian. =t and how thege ott o affe«w =he first year
teacher's fe«:=iings, 2erformance, {deatianal state. Pro—
vious reegesarch has focuded primar‘ iy on oz relationship =~
others to the "ira: year teacher - thres general ways:
{MeIntosh, 197+,

1. 3Studiszs which examine the formz=l channel:s of
eommuzicanian: principsi-seacser cor student-teachsr,
The focus in these studie: has been on superordlinate-
subordinace interactions and how thkose interactlons
help the neophyte deal with exigencles of a new
environment.

2. Studizg which fagus on the infermal lines of com-—
munication which influence the first year teacher,
like zeacher-teacher tnteractions or information mrew

teachers receive through "grapevine" sources.

(3]
.

Studies which focus on the sociallizatlon of {irst
year seachers. Thez» investigations view the changes
in o teacher's state as a result of his/her inter-
actions wit:r a varie:y of implicit and explizit scrovl-
related faciors.

¥hile these stidies have moridef this project a sense of
direction in terms of focusing atteatlion upon the existencsa
and importance = malationships tstween Iirst year teachars and
oshers, they have rot prpvided a zomprenermive deseriszleor of
the relaticnships Wwhich new teachers have %ith others, thuz
encouraging th: thrust of this portion of our study.

>
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It =0 bew =ecopnized tha - _zwrge part of the lifespace
o a new teach-w imvulves humar interaetion. Others enter
The teacssr's (1l¥zrmace, lnteract @wéih the teacher, and cone
=ribute -0 the teavher's perceptiom: of the relationship.
mny view thess *r-apactions as ¢n..lal to the beginning
twagher's feellms =f suceeas or “ailure--cruclal because 1t
- through a twancss's interactlorss with othero that s/he
“agts expectations znd constructs = concapt of self-as-teacher.
Trough lrseractizns with others it oot the only factor influ-
encing the growth and dewrelopment ¢ the teacher~self, the
literature suggests +<hat one's percaptions of self are Lnflu-
enced greatly by relaticnships with other pecple. Bennis,
Berlew, Schein znd Steele (1973) nzte that any interperaonal
contact an indivedual has will edtiher reinforce his/her feele-
ings about =227 or disczrlirm them.

AS a new teacher eroers the school in she fall, s/he
brings some Imaesrtaintiss:, sorme questions, and some dcubis,
The new sisuation--new roles. -t Tegponsibilities, new rela-
tionshipo——iolpy =5 suppert aid ceafirm the individual’sa
expectazrtsns . I2mvior, or scacspt of gelf-as-teacher. HNost
teact=r eduzziors would agres that 1t 1s important for the newv
teachsr to gxin —maflidsnee znc Sridge the gap between expecta-
tion andé rezitver. The zabure of thva relaticnships which
davelop betwesrn “irst year teachers and others can bear upon
the cverall axps=rience of the new I2acher~-~feelings of success,
satisfaction, belonglngness, and acceptance or feellings af
fallure. digsavizfaction., lsolition, and rejection. Jenfidence
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and -aceptance of self-as-tencher Uthun, may be greatly influ-
rhcec by the supportive interuactismn the new teachers have

with athers.

Raganrch Queastions Relevant to "InTlus=nce of Others"

This repors 1s about one zheze of a larger study. At *he
outsel, a large number of genural msearch gqueztlons wera
formulated wilit: the intention of uiilig them as "gulding ques-
tions" to glve Tocus to the study. It was alac understoond
that, as the study rrogressed, the focus would be refinred and
possibly radirected. The folliswing represent those orlglnal
research queatiocns reslevant co the "influence of otusrs on the
life of the First Yegr Teachsr":
(1) What are the first wear teacher's perceptizns and
feelingt about: (=) administrators, (b) etudents,
(¢) teacher educaur., () peers, {(« parents?

(2) What i: the naturs <£ 2ae relatlonshiss berwasn
and amzng tne TUT aqf tmose In the swhool snvirtimen
throughmsus whe "irs- yzar cof Seachiag specilially
with respecs to. (1) administrators, (b) students,
(¢) teacaer educators, (&) peers, (e) parenzs?
Among the parsons with whom the PYT has relztlon-
ships, who nas the greatest impact on his o Ter
feelings., wezreemtlions and beheviors?

(3) What eridenmz: L3 there tonat the FPL's peresations,

feelingms anc behaviors zme affected by persons oOr

ideas outsicz the imnediszte school envirormant?
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Method of Analysin

The investigators are analyzing data with three goals in
mind: (1) to attempt to understznd and exzlaln each teacher's
experience from his/her perspective, (2) t: sxplain each
teacher's exparience from the parapective ¢l the invest.i.gator,
and (3) to generate informatiur about the grrup af first year
teachers.

Because the intent of the rressnt atudy ls to discover
"what 15 out there," the investlgators have teen proceeling
tentatively and in ways that ganerate informasisn and direc-
tion. The focus of the presens study has beex continually
refined and methods of data =c¢llection and amalyuls refarmu-
lated. It 1is believed that an Induzilve, trigl-and-error
approach is useful in u Iong-ter: expleorztory stady beanese 1t
enables the investlgators to pursuee questiows that might have
been overliooked if speclfle and ~.zid hroorheses had zaan
adopted. This approach is not wozmiout I'azults nor does ' ¢
reduce the number of hszadaches invslved in mecst invessigm:nlons.
There can be~~-and are«—problems < reliatility and vaildity.
The investigators do not lit=zzd 1+ igmore ooan.  Elfforts are
being made to address those cuestiones, but it 1s zlsc maessary
ta understand that there 1: g0 much to the experlience o a

irst year teacher that the firat comprenensive gtudy < she
first year of teaching muat gacprifice some Zzzhniques (mab
rigor) to begin to get hold of the problem.

At the time of this wrising, first ge=mr Seachers’ aciounts
of their relationships wits srhers hare Deen analyced and
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ordered in the following manner: data have bean collected
through formal interviews and informal conversations with
first year teachers about their relationships with others since
the week before achool started. After pouring through trans-
eripts of these interviews the investigators attempted first
to look at the perceptions of new teachers in relationship to
standard Job-roles of others. They noted a wide variance
among the ways teachers perceived others in Job roles and
inferred from a thorough examination of teachers' reports that
the first year teachers experienced others affectively, fre-
quently nroting a type of supportive or nonsupportive distinction.
As a result of this 1nvestigation, a judgment was made to order
the first 'year teacher's reports according to the support/
nonsuppcrt dimension. MNot all teacher talk about others is
represanted Lin this dichotomy but the discrimination occurred
enough that “he 1nvestigators felt justified in making this
Judgment. Als0 the investigators acted upon the assumption
that the first year teacher 13 in a position requiring adjustment
and that the occurrence or non-~occurrence of support would
shape that adjustment. Following these Judgments and assump-~
tions a framework of categories emerged from the data.

Having grouped the data into supportive and nonsupportive
categories, Lt became obvious that there were different kinds
of suprortive and nonsupportive relationships. The investigators
decided to group like kinds and constructed six category sets,
enumerasted and explained below. They understand that the

categories are not mutually exclusive and that no_single person
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could it one category nor could his/her relationshlp with

the first year teacher be perceived as falling in the pame
category all the time. While the original research questions
focused upon relationships that first year teachers have with
people in the usual school roles, the cholce of supportive/
nonsupportive category sets allows the investigators to look
at encountera/relationships whileh occur across social and
school roles. Since other studies have looked at teacher per-
ception in school roles, the investigators thought it impor-
tant to include those roles but go beyond them in hopes of
generating information that miEhF have previously been over-

looked.

Interpretations

The first year teacher interacts with many different
people during the year. As indicated earlier, all interactlions
with "others" can be viewed somewhere on a continuum from sup-
portive to nonsupportive. Initlally, this was the only way
in which the data was grouped. However, as the study progressed
and as the interviews and field notes wer:s examined subcate-
gories started to evolve. Although 1t wus impossible to
delineate a clear and concise distinction between these con-
ceptual subsets, it did seem reasonable to organize them along
a continuum parallel to the one outlined for supportive-

nonsupportive "others."
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SUPPORTIVE.‘.....l......l.......ll.NONSUPPORTIVE
CO0PErALOr s i v s vttt a e troublennker
problem BOLlver ... .i.iivissisasasaassdouble binder
reinforcertonn R EEE R Y ...dollbter~embarrasser
advice seeker i .veievrirvesssersesssadvice giver

soclalizers-sunshiners......csve....c0ld shoulders-deflaters
confidant-empathizer.......ccv.....Judge-silencer

What follows 18 a discussion of each of these concepts as
manifested in the lives of first year teachers. The basic
characteristics of each concept are delineated and examples
have been drawn from the interviews to make the concepts more

meaningful and understandable.




COOPERATOR. ¢ . v .

I.ll...l.ll....lTrzOUBLEMAKER

35

Reszond to needs,
wlc .es, lnterests,

or feelings

Willing to recip——-

cate/helper

Encourager

Respects and

recognizes 1Imits

Agsista wher 4isred

Reacts without con~

sldering needs,

wishes, interests, or

feelingé

Unwilling to recipro-

cate/irritator

Frustrator

Tests limits

Doesn't offer assis-

tance
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Behaviera eften asgsocliated with the cecperator-trouble-
maker dichotemy are those whieh are wiewed %o be either helping
or Nt halping the Pirat year teacher, The cooperater 13 ¢ne
who respends freely To the needs, wishes, Iinterests, or feel-
ings of the new teacher. 8S/he alds the teacher with tasks at
hané. Always willing %o reciprocats, the cooperstor &8ks
frequently if there is anything s/he ean do %o make iife easier
for the PYT. Ss/he encourages and helps out when needed, yeot
is unobtrusive, The gsooperator recognizes the limits set by
the 7YT and respeets then.

I have a hard time decision=making with the
team espeeially wken it cemes to who 18 partieil=-
pating in the svents....I had a girl who wag on
Regerve last yeayr and I put hepr &n Varsity beeause
i felt she would do better this year because it
would boost her egc a 1little bit to be on Varsivy.
She hasn't done better and I hate %6 wave &
Reserve over her bBut I have %o in order %te maks
the teasm win....The othep aight we had & quad
neet and we had a btilg rival there and right before
the floer exercises I went over to 3Jarah and saidz
"Sarah, I'm golng ts consider veam §20re tonight.
Then ghe satd, "I undersiand that. I think you
should." You know, she undersiands.

L R

Mr. DeSantis is reslly nice., He's the prin-
¢ipzl and 1s !n charge of diseipline.

Wnepever I nave 3 diselpline pretienm I ean
z2end 3 nolé %8 the offize and he'll come down o
Talk with tne student. Like the other dzy, I'4
tried everyihing I urew with Lisa and she was
§%11) off=the~wall., K Well, Mpr. Dedansis :eok her
sut of class and down %o %the offiee. He zalled
with her, and lazer gn T 4id oo, But getting
ner out af 2las3 Just then was really helpful,
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The troubléhaker, on the other hand, ts diasruptive. Not
ecnaldering the imPact of hin/her behavior on the FYT, the
troublemaker puty hiss/herself first in any sizuatien. S/he
reacts without thinking about the needs, wishes, interssts,
or feelings of OVheérs. Always exploring and testing the
l1imits set by the new teachsr, the troublemaker 1s awalting
Opportunities t0 irfritate or frustrate the novice. S/he
neglects or avoids asaisting the new teacher causing fristion
batween his/her801f and the beginner. The agitator, in shert,
is annoying and diBguleting being a sourse of difficulty for
the first year ®yacther,

There A\ Bometimes a gense of tensien in Aan's
group (studspt), We all walt to see 1f she will
behave or be rude, And she has two people (Sally
gnd Jill ) who HATE the way she picks on them and
throws fivs. The other day Ann asccidentally hit
Sally {n thy éye with an eraser. Sally went into
&n hystericdl rit, I made Ann apologize and we went
on with the class but the girls were visibly upset
by the incident. During recess Ann kilcked Sally on
the playground and called her a bitoh., When she
caxe baok ©Y Qlass Ann, I think, pulled a chalr out
from under VYil)l and made her ory. I'm az my wits
end with c¢hyz chiild.

L B

My husband deesh't like my Job. He says thas
teaching 15 just talking and giving assignzents.
He can't unilerfacand why I'm 80 tired everyday, and
he insists tpAt T a%1l] keap up the housework.
We've been irfuing a lot==fighting. I'm trying to
adjust my SVacthing and work to get 1% all done
witncul QaY¥ii'g us trouble, but I don't know how
1t will work Ous, He'd be mush happler 4F I Juss
srayed at Pume,
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Researcher: Have you had any confliets?
Teacher: Only one=-the wrestling coach, and
that's extracurricular activity, and he'a apologlized.
One day I asked him to help me bring down the mass,

and he (he told me later he'd been having a "bad
day™) started yelling at me. I Just turned around
and carried the mats down myself. Four girls and
I carried them down.

Researcher: Wwhat was he yelling at you for?

Teacher: Because I aaked hia to spare 5 guys
for about 5 minutes, long enough to carry the mats
downstairs. I consider that quite reasonable. Then
when I came upstairs to get the mop, he yelled a3
me to wash out the mop when I was finished, to keep
"his" mop ¢lean; when the Janitor told me specifi-
cally that that mop was for everyone's use. Which
was basically enough to make me pretty angry=--to
want to hit him in the face with the mop. H{
gymnasts could tell how angry I was by when I was
mopping the mats. They asked me what happened and

I told them. The coach apologized about a week
later.

4
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Communicates clearly

and effectively

Promotes 8uccess

Promotes stability

Provides opportunities

for self-assuredness

Assumes responsibilizy

for his/her own actions

Provides appropriate
information about
school life; gives
many helpful hints on
whas to do to gst

along a3z a teéasher

GAves conflicting

messages

Promictes fallure

Promotes confusion

Creates sell-doubt

and blames others

Assumes no responsi=
bility for his/her

own actions

Doesn't communicate

clearly or completely
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When the FYT enters the claasrcoem for the first time
there 15 a great deal of information which must be asaimilated.
Some of this informatlion can be galned through formal faculty
meetings or through conferences with the principal, Fregquente
ly the principal sizs down with the beginning teacher and
délineates the material necessary for the him/her to function
ffeetively in the new milieu. Often, however, a formal pre=-
sentation like this is not surricient;nnd as the year pro=-
gresses the beginning teacher needs additional knowledge. This
knowledge may be of a sudbstantive or managerial nature. Yhen
such knowledge 13 necded the beginner usually goes to someone
s/he ¢an trust; somecne who can communieate ¢learly and effec=

tively==a problss ga)

In my first interview I sald I would go to the
pr.noipal for aseistansce. Now I think I would go
to the eurriculunm casrdinator. I Ffind her to be
much more helpful. She knows the currioculun
materials real well and can suggest many aotivitles
whioh might work in my olasgsroom. Also, I Just
reeglaore comfortable going to Miss Franeis with a
problen.

3 % @

The prineipal, Mr. Brodbegk, is a good sourege

f help for me. i Ery o s02 him at least onge per
ueed t0 keap hinm informed of what's happening in oy
glaas, H@ uzad to teach the same aubject 1 teach,
and when I'm havi ng a2 problem, I know he'll have a
gouple g@cd suggestians %o aakg.

One day, while I was walting for a parent to
arrive for a conflarence--1t was going to be rough
becausa the boy was golng o be expelled--Nr, EBrodbeck
came 3o =y rogn and he talked, He told me thay a
yary ﬁimaiar eircumasance ocoyrred to him as 3 firss
y2ap tazchert he was [aced with explaining %o &
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parent why his son was to be expelled. He made e
feel like I was not to blame for what had happened;
that these things sometime happen and teachers Jjust
have to learn to deal with it.

. I N |

We had a faculty meeting two days ago. I left
iv feeling raally orummy. A lot of the teachers
were talking 2bout all the things they're doing or
planning to do in their classes. When I heard some
of their 1deas, I realized that I had nothing like
that to offer. I felt like I was Just wasting time
and not getting anything done.

Yesterday, I went to the prineipal, Mr. Hobart,
and told him exactly how I falt. We talked for at
least an hour and a half. Mr., Hobart explained that
he could understand my feelings and he'd be willing
to help me get some ideas going. I told him what
I was doing and he made some suggestions,; especially
about the way I was running the reading program. He
also has arranged for me to observe a male taacher
in another elementary school so I can see hov he
hardles his clasa. That w1ill be helpful. TI'1l do
tuat next Thursday.

Unfortunately. he new teacher doesn't always recelvrs suf=
fiolent opr accurate information to aet on. The beginner may
check with a colleague or supervisor only to discover that con-
flioting messages are being sent. This oreates anxiety and
doubt. The gdouble=-binder i3 one who promotes confusion and
gives confllicting messages. The beginner goes to the double-
binder for assistance, but walks away confused. Should I do
X or ahould I do ¥? What does the prinoipal expest of ma?
Maybe I'm not doing as good a Job aa I thought? Because the
double=binder sends eonflieling messagea, the new teacher never
knows how s/he 13 dolng. When conflicting slgnals are sent,
the rageiver %ands to fear the worst rasher than to antliclpase
the Best. Thus, the double=binder ereates sslf-doubt and blame
rather than suctess and stabllizny.,
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French 3 1s making crepes, and one kid picked
cut Brandied Apple Crepes. The home economics
teacher said why don't I ask the principal about
it, 80 yesterday after school I went to him and
explained the situation. I asked him what he
thought about using drandy in school. He said
he'd leave 4t up to me, but since I'm a FYT he'd
advise againat it--gome parents are jJust looking
for an excuse to cause trouble,

LR B ]

This 4s really bizarre. Judy, the student who
was giving me such & hard time in class is back in
the achool again. The principal brought her in
today. Of course all the students knew what had
gone on, but we act#ss like nothing unusual was
happening.
~ Ses Judy was a probiem right from the first
day. After Just three wxaeks I went to the counsa-
lor, she srincipal, and the headmaster to gt scme
help. No one had much o offer. I told them Judy
should ner be in this pr=gram or school. Bit they
didn't ¢o anything. :

Then one day, Mr. PFredericks, the hLeadmaster,
had a miow out with Judy. He came down on her hard,
and dexzided to expel her from the school. I wasn't
even involved in the decision. After it was all
done with, Mr. Predericks called me to hisg office
and told me he didn't want that kind of thing to
happen again with one of my students. He held me
responsible! I tried to explain that I was the one
who suggested that Judy did not belong here in this
school, but he acted like he didn't hear me. Some=-
how I got blamed for it all.

Now Judy 1is back in my class. I guess the
expulsion was not alleowed by central office. What
am I supposed to do with her now?
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REINFORCERI 4 8 % 8 & 88 888 S8 e AR e IDOUBTER-EP!BAR‘%SSER

Acknowledges teacher Ignores teacher efforts

|
|
efforts :
|
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teacher ! bilities
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Peraons who acknowledge teacher efforts and suppart them--

emetionally, intellectually or physically-«are relnforcers.

They express falth in tae feacher. Thelir very presence, or
their statements or their actions~-each, or all~-function to
sustaln teacher efforts. Through their recognition of per-
sonal-professional worth and accomplishments they nourish a
sinse of well-being and satisfaction. They serve as advocates

for the teacher. They are teacher champions.

Yesterday I was eazing lunch in the lounge and
one of the teachers started teasing me saying,
"Look at Mary eat. Dcesn't she eat well for a first
year teacher?" Everyone started laughing. I didn't
really understand what was going on until another
teacher saild, "Didn't you hear what Mr. Wilson
(the principal) said asout you in the staff meeting?
He said thav Miss Knox is really doing a fine job
ford? first year teacher." That really made me feel
goo

* % &

I really have a tough teaching schedule and, with
aoaching, I'm really busy. I'm the only réacher with
6 teaching assignmenta. Most of the others have 5
and some have 4. In addition to a free period and a
lunch pericd, they have a learning center period
where they sit in there and guard-=-which lats then
do all the paperwork and planning they want. And
with all my coaching and everything a lot of teachers
say, "Oh, you poor little thing...." S§___ told me
she was sitting in the lounge and she heard the other
teachers talking about the heavy load I have and how
thay feel joryy for me.

The contrary 13 represented by persons who ignore teacher
2lforta or doudt teachar capabilitien, They question motives

and worsth and promote doubs., Often they seem gynical. Rarely
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do they give the imrresslion that they will support the TIT.
Their actions seem to question the FYI's worth and accom-
plishrents. They promote dissatisfaction through acknowledge-
ment of teacher inadequacies. They tease and are "put-iown"

artists. They are teacher demoralizers; teacher denigrutors;

they are doubter-embarrassers.

I'm still wondering 4f I'm doing the best jou
I can. The kids are reacting to me as if it 1is
all a big Joke.

L 2 I

My classes are really nice this time. I like
all my classes except one. It has jJust got the
nastieat boys in 1t. When I put my wwit [swimeult]
on for the firat time, they atarted gsrzalling and
all this so 1 jus®t sent tlem %0 the offlce....

I wags »gally surprised. I would never iad axpscted
that because usually the tgachers have never dressrd
for swimming in this schoal, but I think the kids
really appreciate it when teschers get actively in-
volved. But thcse boys wire awful ané that embar-
rassed me. I was really upest and I don't like that
class very much. The girls are really good dut I
don't like some of those boys.

LR A

There are scme parents who think that "little
Johnny" never does anything wrong and that a pad=-
dling 1s definitely out of the questicn. They're
sure he hasn't done what I sald he did.

One of the girls on the team has smarted off to
me quite a bit now. She's the little girl whose
parsnta came in and had a real big argument with ne
because I wouldn't put her on the varsity. And the
reason~-the main reason-=-that I didn't think it was
g00d because she couldn't handle it and the other
girls would suffer. But I couldn't tell the parents
that s0 I told them that she might not handls defeas
in high school competition very well. Of qoursge they
wouldn't belleve that, you know. So, as 42 went,
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she did very well and I finally had to change her
to varsity.

Last Tueaday I was sitting in the teachers'
room grading spelling papera. My kids were at
nusic. After several minutes two of the primary
teachers came in. I've talked with them before but
I don't know them very well. Then Mr. S y the
other male teacher, came in. It started right away.

As he walked past me e looked at the spelling
papers and said, "Boyl They're not doing very well,
are they?" I said, "No," but I thought, "What busi-
ness 1is it of yours?" Then he commented on my using
X's to mark the wrong ones. I hadn't thought of it
but I don't believe 1t makes very much difference
what mark you use. Well, my kids were really doing
poorly on the test and I was upsaet enough as it was.
Then shen Mr. 8 spied Jodi's paper marked with
14/20, he said, "Geez, Jodi was my best student last
year. She always did better than this." Well, I
had had enough. I collected my papers and went back
cg ?yM?ocg. But I don't think they know I was upset
wish My, R

L I

Every time I walk down the hall one of the asals-
tant prineipals says something like "If she got any
smaller, she'd go down the drain!" You know, it gets
tiring after a while....And now he said something
about ma being married and that gets really tiring.



ADVICE SEEKER::eccvivenes

«+svve.« «ADVICE GIVER
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firat year teacher

or to his own image

ot

ra



L8

The advice seeker is someone who trusts, respects and

values the FYT's competence. S/he 1s someone who seeks
agvice but does so in a very humble and respectful manner.
The advice seeker is not condescending; nor is the advice
seeker interested in "one-upsmanship." That is, s/he 1s not
asking for advice in order to give it. The reasons for the
tnquiries are legitimate. The advice seeker is genuinely

interested in obtaining the help of the beginning teacher.

A number of the teachsrs at thia school seen
to have problems with discipline. I have talked
with them about hew to handle the students and
frequently they have asked me to help them. In
rfact, I paddle students for other teachers, some-
times. The woman acress the hall isn't used to
working with young children, so she asked me if I
would spank her misbehaving students. I have
also responded, occasionally at least, to the
queries of other teachers on how to discipline a
misbehaving child. I think that is rather unusual
for a first year teacher. Usually new teachers go
to other teachers for advice on auch matters.

I'm back in study hall again. Barbara and 1
handle it together. Really, I handle it, because
Barbara doesn't do a very good job of 1it.

wWhat had happened was this. In September
she and I were given the 6th period study hall.
But most of the students who were supposed to be
there never came. The most wWe ever had was 27.
After a few months the numbers had dwindled to
laas than twenty, so the principal transferred
ma to the lunchroom duty. I l1iked lunchroom
because you don't have to insiat on quiet and
thare are three other teachers there.

Well, Barbara was not able to handle study
hall by herself, it seems, and she asked the
principal to move me back. Tha numbers had 1n-
areaged s8lightly too. When I want back to ssudy
nhall, I was abla to gat order. Barbara cried.

o
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She said she felt really incompetent; not even able
to get the control a FYT could get.

Advice givers seem to be much more common in life than

ai:ice seekers. The same holds true in the school setting.
As we analyzed our data we found many examples of advice giving,
but few of advice seeking. The advice giver seeks to change
the FYT to his/her own image of a good teacher. The advice
giver gives unsolicited suggestions on how to téach, how to
control students, and how to deal with parents. The advice
giver is frequently trying to mold or shape the new teacher.
The concern is not with what 4s good for the FYT, rather how
can the FYT be changed to fit the advice giver's view of
reality. The advice giver tells the neophyte how to walk the
students to and from special areas or instructs the FYT on
various techniques which can be (and should be!) used to con=-
trol unruly students. The advice giver is like a nosey
neighbor, s/he sperda a lot of time minding everyone elsa's

businass.

Everybody gives out advice. I guess you have
to take it in and analyze it, figure out what you
want to do, then either throw 1t out or remember
it and use it....The thing I've heard the most i3
that you really have to be super=-strict. Don't let
the kids get away with anything.

Cn days like today when it seems lilke evary
minuce with 8th period clasa 13 a trial by fire, I
can't even face Mrs. B (team teacher). I know how
easily she handlea atudents and it 18 like belng

o4




slapped in the face to try to explain to her my prob-
lems. She says to me, "Don't let them (the girls)
get away with rude behavior." So what do I do about
1t? fThere's the problem=«if the children don't
goeperate because they want to there is really no

"or else." And den't think they don't Know it.

When they start working me over, talking loudly, and
on purpose I get angry inside but also embarrassed
and upset at their ability teo behave so poorly in my
classroom. I see it as a reflection of me and Mrs, B
gooms 80 smug as she watehes me struggle.

94 ]
(¥
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SOCIALIZERS~SUNSHINERS,...,...,COLD SHOULDERS-DEFLATERS

Recognizes and ineludeg
teacher in conversations,
scho0l events and social
activities

Arriliative

Contributes to feelings

of camaraderie

Optimiatie

Calobpates 1ifs

Enerzizes others
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Ignéres and excludes
teacher from conversa-
tions, school events
and gsocial activities

Nonaffiliative

Aloof, condescending

Pesgimistic

Sess 1ifa as difficuls,

displeasing strugzle

Daflates others
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Persons who recoghize the teacher and engage him/her 1in

conversatlon are poalalizers-gunshiners., They are likely to

inelude the teacher ih vohool events and soeial activities
because a/he 1z recognized as a person and not because they
need to "f111 a position" or to "ask everybody." Socializers-
sunshiners exude camaraderie and are affiliativa, They are
often optimistic and celebrate life. They are invigorated
through thelr invigorating. Thelr love of life has the effect

of energizing the first year teacher,

Last week was really a hard week for me. I'd
been having trouble with the students and my hup=-
band had been giving me a bad time at home because
I always came home tried and had papers to grad.
Bill Sampson stopped by my room on Friday afternoon
to give me a speeial invitation to TOIF with the
faculty. He bolstered my spirits when he said,

"As social committee chairman I beg you to come tip
a few with us after school." He was so nice that I
Wwent and had a great time with everyone,

L2 B

My ohlldren's amiles have been really gatialy=
ing. The times that I've been really mean, or feel
that I've been mean, they still smile and say, "see
7Jeu tomorrow."

L I

Some students continue to make teaching worth-
while, Susle and I have a close and rather nice
relationship. The other day she told me she was
g8lad I wa. her teacher instead of Mra. Davis who
used to teach 4th grade but now teaches 2nd. Not
that she doesn't like Mrs. Davis but that she pre-
fers my perscnality and teaching style. What a
nice compliment! That made my day!
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The contrary 1s represented Sy persons who appear to ig=-
nore tha teacher and appear to avoid conversation with him/
her. They seem to request FYT participation in sehool events
or soclal activities only because the FYT is an employee of
the school. Otherwise, they are perceived as excluding him/her
from such affairs. Usually they are aloof or condescending
and are often nonaffiliative. Many approach 1life as one might
approach a difficult, displeasing struggle. As a result,
they seem to be pessimists. With little reason to love 1life
and with small penchant to sociability, they often deflate
the hopes and aspirations of the FYT. They are c¢old shoulders-

deflatars,

Well, I always consider myself easygoing and
easy to get along with., I like to enjoy the people
that I have to come face-~to~face with everyday.
Unless I go to the library for lunch, I can go
through days and never see any of my fellow teachers.
A lot of times when I do g0 to the lunchroom I don't
put anything into the conversation Just because I
have nothing to say, and I'm a talker! So I haven't
really felt a part of the faculty at all. Sometimes
things will come up and I don't even know they are
supposed to be happening or that we are going to do
this or that, but it seems like everyone eslse is in-
formed. It's not like I don't keep my ears open.

I 1ike the people....I would like to be friendly.
Iljust keep waiting for the right time to cone
along.

L B B |

Researcher: You Just reminded me of what you
g8aid earlier in the year abeocut the other teacher,
Ms. H., who was here, the one whose place you took.
At that vime you were worried aoout her returning.

PYT: Yeah, I'm still worried abcut it. The
other day I was standing in the hali with Rose and
another teacher came up and she was tal<ing about
Ma. Henry. She goes, "Welil, what'a Ms. Henry going
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to do? Is she looking for a Job?" I think 1t's
really rude for this lady to talk about Ms. Henry
in front of me....She's almost saying, "Is she
golng to get her Job baek?" I was really upset.
I almost turned around and walked away.

LI B

How has my husband been reacting to my teach-
ing Job? Well, this Jjob has been taking a lot of
time. But, you know, before, I would uaually get
home before 3:30 and my day would be through.

In the preschool I would have plenty of time to

do my planning during the day, because the kids
were there so long and because they had naptime.
But now I have to spend a lot of my time at home
to get things ready for school., My husband 1is the
type of person who is used to having to fix supper,
¢clean the house or take care of the kid. He wants
me to stay home. 1In fact, we're planning to have
another nhild., But it sort of drives me crazy to
stay home all the time....He's not too happy about
my teaching.



EMPATHIZER-CONFIDANT. .. ..vuvvsss. . JUDGE~SILENCER
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Behaviors assoclated with this category of people are
concernad primarily with trust. Tha first year teacher often
wants someote to turn to Just to talk about achool and the
feelings, bellefs, desires which s/he associates with becoming
a teacher. The empathizer-confidant is the trusted person.
$/he provides an ear to the new teacher and creates a nonjudg-
wental, open atmospher. so that the first year teacher feels
“cee to f8peak his/her honest feelings about the teaching ex-
perience. The empathizer~confidant identifies with and under~
stands the beginner's perceptions, feelings, and thoughts
about the f{irst year of teaching, S/he 1s accepting of the
FIT regardless of what 1s saild and makes the new teacher feel
comfortable while talking.

The following incidents are illustrative ¢f the kinds of

support the empathizer-conflidant can provide:

My husband is the one in my life closest to me.
He listens when I tell him about my teaching, and
he has really been supportive, like when I first
started teaching I was 80 busy that I wasn't doing
caything around the house and we went out to eat,
and he pitched in and helped,...If I have problems,
I confide in my husband, I feel comfortable telling
him all kinds of things about my teaching.

L 2 B

My parents are both teachers. When I am really
Having a hard time or feel low I go over to see them,
They are really terrific--~so understanding. They
tell me what a great Job I'm doing and how I'm worth
30 much more than my school is paying me.

L 2K I
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I'm involved in the FYT atudy coming out of 0SU.
I'm working closely with one of the researchers.
Wo get togather rogularly.

‘ He obsarves my class and sees me teaching.

He knows my students. He knowa what problems I've
had and am now having.

I'm pretty honest with him. I've told him
things that I wouldn't tell anyone else in the
school, Because h~ knows why my class is like
he can understand what I'm talking about.

I've found him very helpful. When I need help
with grades, he's able to make some good sugges-
tions. He's always encouraging for me. If I feel
dewn, I can call him and talk it out. I talk and
he talks. We aspend a lot of time. I don't know
who I'd go to without him.

his/her behaviors. From this person, the FYT creates doubt

and uncertainty about him/herself becoming a teacher. The
Judge~-silencer discourages expression of feelings and thoughts
by rejecting edther verbally or nonverbally the new teacher.
S/he 43 wary and often openly eritical of the new teacher's
behavior. S/he observes the FIT but shows no ability to
ldencify with or to understand the teacher's experiences. The
Judge~silencer would rather sit silently, listen without overt
reaction, and then make a judgment about the FYT's behavior
with no regard for the feelings of the new teacher. The judge~-

silencer makes the PYT uncomfortable.

Today I thought I had planned a really exciting
lesson for the students. They worked in groups
making up skits that they were going to put on in
front of the class. The kids were a little noisy,
I suppose, but not out of hand. The last class was
the worst of all. They were loud. After school
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as 1 was coming back upstairs from busy duty, Mrs.
W., the group's homeroom teacher, stopped me in the
hall and sald she had somathing she thought I might
be interested in. She took me to her room and gave
me a set of papers she'd had the atudents write
during study period about why they were so noiay in
my class. That really hurt my feelings. I'll never
be able to understand why she did that. I just took
the papers and went back to my room and cried.

L R B ]

I don't know, I hope they are locking at me
positively. Sometimes I get the feeling that coun~
Belors are golhg in and out of here to see how I'm
handling my c¢lasses. They will stop and watch and
I'11l think come on girls be enthusiastic, show them
that you are learning something. Once in & while
I'1ll think, boy they probably think I'm a terrible
teacher, I think that they are thinking that some~
times....That's how I feel when they observe my
class, like I'm doing a shitty Job.

LI B

I avold Mrs. Justus., She's too professional or
else she seems to be. I feel inadequate when I think
of her. She has an air about her of being superior.
She's been teaching now for over ten years and I Jjust
know someday she's going to walk up to me and say,
"You're someone who 1s doing absolutely nothing. You
shouldn't be a teacher."
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Suggested Directions

Hunshes. Having grouped PYT expresslons about others into
the éupporéive/nonsupportive categories, we have made some
inferences and value Judgments which have contributed to
"hunches" about the influence others have for FYTs. The hunches
stated here repraesent only a beginning. We report them because
we consider: (1) some to be valuable to the further unfolding
of this project, (2) all to be relevant to further "ecological"
and/or experimental research on the first year of teaching, and
(3) this project and research building on it to be contributive
of a knowledge base from which to begin educational action.

As written, the hunches refer to others in the life of the
FYT. Others cut across roles such that the reader could
substitute any school-related role (such as experienced teacher,
administrator, student, parent, custodian, ete.) with the
word "others" in the statements below. Also others may refer
to persona in family or social roles (such as husband or close
friend) with whom the FYT interacts. The hunches are:

~ As the year progresses, the extent to which others

have been percelved as supportive/nonsupportive influ-
ences the degree to which the FYT feels successful/
unsuccessful.

~ As the year progresses the extent to which others

have been perceived as supportive/nonsupportive
influences the degree to which the FYT develops posi-
tive/negative attitudes toward students, self, ad~

miniatrators, parents, and school.
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FYT's perceptions of others' support/nonsupport influ-
ences the kind of curricular, instructional, and class-
room management decisions s/he makes.
The degree to which others perceive the FYT as being
supportive/nonsupportive influences the degree to which
the FYT receives others' support/nonsupport.
Initially, FYT's perceptionsa of support/n@nsupporﬁ are
influenced - his/her self-image and self-esteem. The
degree and nature of the influence may vary.
FY¥Ts expect others to understand theilr problems.
Fallure of others to accept the FYT's perspective is
seen as lack of support.
The degree to which an FYT feels comfortable with the
decisions s/he makes influences the degree to which
others' questions and actions are perceived ;s threaten-
ing and nonsupportive.
FYTa are likely to differ in what they see as being
supportive or nonsupportive behaviors.
Most FYTs hesitate to seek support because they believe
such actions are indicative of ignorance and incompe~
tence.
"Others" who are viewed as being unskilled at inter~
personal relations appear to be more nonsupportive than

supportive.
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Some possible uses of the category sets. The category

seta were constructed to make sense of the data generated
from a larger study of the lives of first year teachers., In
addition to this study, the sets seem to have use for future
research on FYTs and for the implementation of educational
action. Possible uses are:

Preaent Study. The frequency of supportive/nonsupportive
relationships perceived by individual FYTs will support the
descriptions of thelr experiences. Collectively, frequency
counts for all FYTs will yield a matrix consisting of the
number of interact.lons for each category set-role combination;
e.g., confidant-student, double binder-administrator, etec.
These data will form the basis for tentative, hypothesis~
generative conclusions.

The degree to which individual FYTs percelve having been
affected by the category set-role combination will support
descriptions of their axperiences. Collectively, these
accounts will form the basls for tentatlve, hypothesls~
generative conclusions relative to the degree to which FYTs
are influenced by certain kinds of supportive/nonsupportive
relationships with persons in different roles.

Events which have influence for FYT will be categorized
then given full description paying special attention to the
ways the actors constructed those events. Tentative, hypothesis-
generative conclusions will be made relative to the ways FYT

and others construet supportive/nonsupportive relationships.
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Also, value statements will be made relative to the desirability
of particular actions by the participants,

Further Research. Further research which extends this
investigation's use of the category sets 1s suggested. Such
research could serve to: (1) clarify the category sets,

(2) expand the category sets, and (3) provide further des-
eription of the way supportive/nonsupportive relationships are
constructed.

The category sets can be used for "ecological" kinds of
investigation that have as their focl the influence of others
on the lives of first year teachers.

Flnally, the category sets can be used to provide a
perspective and a mechaniasm for experimental research which
seeks to identify how supportive/nonsupportive relationships
influence FYT performance and satisfaction.

Educatlonal Action. The category sets can be useful for
pre-service teacher education, school personnel and for the FYTs.

Teacher education programs might help students to become
aware of their '"needs" for support and to help them develop
"coping" abilities.

School personnel might become more aware of their behaviors
and how they have effect for the neophyte and prepare to
receive and support him/her. :

FY¥Ts who are more fully aware of the influence others might
have for them may be able to plan a program of self-development

to coineclde with thelr first year of teaching.
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